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CHAPTER I

INTRODUCTION TO THE PROBLEM

Over the years school organization has co.me to serve a
subject-centered educational system.

Accepted principles of organ-

izing the curriculum and .managing the classroom., testing practices.,
and aids to classroom teachers adequate for subject-matter outcomes
are increasingly inadequate as we become concerned with the needs
of pupils., with the life and learning of the individual child (5:86).
Awareness of this inadequacy has led to the creation of
many new professional service areas--the director of instruction.,
the curriculum consultant, the audio-visual consultant., the guidance
coordinator., the special subject consultant., and the helping teacher-each new position being designed to aid and supplement the efforts of
the classroom teacher in meeting the needs of the individual child.
The establishment of these professional service areas has
presented new problems to the educational administrator.

How can

these specialists best serve the improvement of instruction?

What

outlook., which procedures., what strengths best serve the specialist
in making his .maxi.mum contribution to the improvement of instruction?
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I.

THE PROBLEM

Statement of the problem.

It was the purpose of this study

(1) to clarify the role of the specialist in working with other instructional personnel in improving learning opportunities and (2) to identify
the administrative policies and decisions which provide maximum opportunity for specialist effectiveness in the improvement of instruction.

Importance of the study.
writer.

This study was important to the

In the effort to become more effective as a helping teacher.,

the writer found certain procedures and administrative structures more
conducive to the specialist's work effectiveness than others.

This

paper was the result of an inquiry into current literature and studies
pertinent to the problem as seen in the working situation.

II.

DEFINITION OF THE TERM "SPECIALIST"

Throughout this report the term "specialist" will be confined
to the description of the resource person who comes to a school from
the central office., has a continuing working relationship with a faculty
group {24: 219)., and is primarily concerned with the in-service training
of teachers in improving the quality of all learning opportunities
(21:258-274).
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III.

ORGANIZATION OF THE REMAINDER OF THE PAPER

The study will be divided into two main sections: (1) the
democratic procedures used by the specialist in improving instruction.,
including facets of work dealing with groups, with individuals, with
evaluation, and with communication; and (2) administrative policies
and decisions of a school system most conducive to specialist effectiveness.

Included in the latter section will be guidelines and opera-

ting procedures proven of worth in the work description and placement
of the specialist in the heirarchy of professional leadership.

CHAPTER II

THE ROLE OF THE SPECIALIST

The specialist has by no means left the teaching field;
indeed, he must be one of the most skillful of teachers.

To be judged

successful, the procedures the specialist employs for bringing about
instructional change must result in the growth of the persons engaging
in these procedures (2: 38).

The literature shows an increasing

emphasis upon the importance of the democratic way of effecting
changes in all persons directly concerned with the improvement of
instruction.

I.

THE DEMOCRATIC WAY

Edward Joseph Shoben, Jr., describes democracy in
psychological terms as:
implying only a concern about others, a valuing of persons
above things, and a willingness to participate in mutually
gratifying relationships with many categories of persons.
Departures from democratic attitudes in this psychological
sense mean a restriction on the potentiality for friendship and
imply both a fear of others and a valuation of such things as
power over people, thus endangering the interpersonal rewards
that come from acting on the attitude of basic trust (32:183-189).
This concern about others, this valuing of persons above
things, this willingness to participate in mutually gratifying
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relationships with many categories of persons forms the basis for the
specialist's democratic leadership.
Democracy demands that each human being be dealt with by
his fellows as a living~ growing~ potentially flowering organism with
a right to participate in decisions that affect him.

Democratic par-

ticipation connotes not only the right to share in the identification of
the problem but also the right to influence the decision (27:99-113).
Durward Cory's 1953 study of incentives which motivate
professional growth of teachers listed 250 specific factors.

Excerpts

from his summary are noteworthy (11:408-409):
The key to a successful program of in- service training is
participation by the school staff. Participation motivates
teachers to grow.
Democratic participation of the staff in solving the problems
of the school is the most modern approach to successful school
administration. The wider the participation, the more successful is the school.
The specialist asked to work with a group of teachers is in
a key position to provide democratic leadership and discover potential
leadership among participating members of the group.

The specialist-

leader who exhibits respect for the ideas of others and who finds ways
of recognizing each individual as a member of the group is helping to
build that sense of security, freedom~ and belonging that is so essential
to effective group work.

Leadership is a means of opening ways for
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others.

To exist at all it must be active., but the worth of its activity

is determined by the degree to which it fosters wholesome group
enterprise (28: 18).

II.

THE SPECIALIST AND THE GROUP

Nature of Groups
A gathering of individuals becomes a group when it attains
a purpose., a reason for coming together.

Open discussion directed

toward decision-making., policy-for.ming, or action is particularly
vital to our democratic way.
The size of the group involved in the directed open discussion depends upon the number of people who may be affected by the
decisions., the policies, the actions formed.

All who are affected by

or take part in an action should participate in making the decision
leading to the action.
The strengths of large groups lie in (29:626-630):
(1) the number of items of information which can be absorbed
and recalled, (2) the number of critical judgments available.,
(3) the number of ideas and suggestions available for problem
solution, (4) the range of values likely to be brought to bear.,
and (5) the range of skills, abilities., and manpower necessary
to implement the decisions made.

Small groups gain effectiveness through (29:630-632):
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(1) the direct communication and interaction patterns., (2) greater
member motivation, (3) the sensitivity to individual needs.,
(4) the ability to work on a problem not yet specifically defined.,
and (5) the opportunity to work informally without the construction of explicit rules and regulations.

In !:_. Study of Interaction and Consensus in Different Sized
Groups (20:26-2'.t)., Paul Hare finds:
Given a specified length of time in which to work., as the
size of the discussion group is increased, the amount of consensus resulting from group discussion will decrease. Likewise,
more change of opinion toward consensus is found in a smaller
group. As size of the group increases., there is a tendency
toward a more mechanical method of introducing information.,
a less sensitive exploration of the views of others., and a more
direct attempt to control others and reach solutions whether
or not all group members indicate agreement.

Leadership in the Group
Leadership is any contribution to the establishment and
attainment of group purposes (31 :29).

It may be exercised by the

principal., the teacher., the specialist, a student member of the group;
it may fluctuate as the needs and the purposes of the group dictate.
The specialist is often designated as the appointed "status"
leader in a group working on instruction improvement.
tion within a group lie many important functions.

In this posi-

Group work seems

to be facilitated by the presence of status leadership of the right kind.
Norman Maier found that with groups of college students a skilled
leader with creative ideas can:
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conduct a discussion so as to obtain a quality of problem-solving
that surpasses that of a group working with a less-skilled leader
without creative ideas. In the case of the most-skilled leader
who obtained agreement on the desired solution., observers
agreed that he did not furnish the solution in any instance. Rather.,
his contributions were in the form of summarizing., encouraging
analyses., interpreting., supplying information., and preventing
hurt feelings. In no instance were these observers able to
anticipate the solution or point to the leader's bias (25:155-174).
The specialist can successfully direct a group and influence
its actions only when he has been accepted as a participating member
of the group and has demonstrated his willingness to allow the leadership to shift to other members of the group as the work develops.

At

the Leadership Training Course at Michigan State University, 19561957 (16:493-496)., the leader attempted to convey warmth., understanding, and acceptance toward each individual group-member. Each
student was treated as if he were a significant person who had important contributions to make to the group function.

Evaluative functions

were kept to a bare .minimum., and the group was allowed to function
according to its own desires and objectives.

As the term progressed.,

individual members of the group began to assume many of the status
leader's functions.

They would demonstrate their approval of other

group members and attempt to draw out a group member who see.med
to be lacking in confidence or feeling somewhat insecure.
In the words of Kimball Wiles (34:33):
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The official leader constantly seeks to increase the unity of
the group, to encourage the experimental approach, to enrich
the group thinking, to build the security and self-confidence of
the group., to help the group see clearly the boundaries of its
authority, to increase interaction and sharing of experience,
and to extend the opportunities for leadership.

Group Problem-solving Processes
A true learning situation is a problem-solving situation.

It

is simply a matter of having a goal held to be worthy, making a plan
likely to achieve the goal., trying the plan, evaluating the failure.,
replanning., and trying it again, revised in the light of experience and
achievement.

This is what we all do all of the time., and it is the

essence of the learning situation (23:35-36).

Exploration and selection of the problem.

The problem-

solving approach in the improvement of instruction is preceded by a
period of exploration initiated by the principal., by groups of teachers.,
by students, by lay personnel., by individual teachers, or by a combination of these.

It is essential that the specialist be present when

the area of work is being explored.

At this time an opportunity is

given to all personnel involved in the problem to present their ideas
for consideration.

The specialist must see the staffrs concern and

know what the prob !em-topic means to each member of the group
(23:221).
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Workshop reports and guides present several criteria for
the selection of problems, applicable to work with either individuals
or groups (27; 33).

Briefly, they are:

1.

Is the problem recognized as a real problem by the
majority of the group?

2.

ls the problem concerned with the improvement of the
instructional program?

3.

Will the solution of the problem promote the democratic
ideal by increasing the security of the teacher, by
developing the leadership ability of the individual to participate more effectively in group activities., and by
contributing to the welfare of the total school and
community?

Defining the problem.

Group-thinking may be clarified at

this point by asking:
1.

What do we wish to know about this topic?

2.

Is this problem made up of several problems?

3.

If so., on which one shall we start?

4.

Is this problem within our capacity and knowledge?

5.

What time schedule can we allow?

Tentative solutions to the problem.

After the problem has

been identified and worded to the satisfaction of the group, tentative
solutions are established.
1.

In this step are considered (28; 36):

What ways can be thought of., imagined, invented for
working on this problem?
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2.

What outcome can be anticipated?

Here the buzz session (with its limited time to work with the stated
objective) and the brain-storming technique (with its rapid identifying
of a quantity of alternative ideas or tentative solutions) can be effectively used (26:83-84).

Work on the problem.

If the group is large and the problem

lends itself to division into definite areas., study groups may be
formed., the entire groups or these study groups deemed most effective
by the group procedding to answer the next questions (28; 36):
1.

What do we already know about this problem?

2.

What additional information is needed?

3.

What and where are our possible sources of information?

4.

What does this information mean to us? How are we
going to analyze and interpret this information?

Drawing the conclusions.

Summarizing the work on the

problem includes activities in the solving of (28; 36):

1. What are the possible conclusions to our problem?
2.

Which of these conclusions are most reasonable and
logical?

3.

How shall we state our definite conclusion?

Kimball Wiles gives definite guidelines for the place of the
specialist in group-solving of problems:
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The consultant's role should be understood by him and by
the group. He is brought to the meeting to help the group solve
its P(Oblems. During the meeting, his function is to participate
as a peer member of the group. He should not expect or be
given preferential treatment. As will any other member of the
group, he will supply special information that bears on the
problem. This information may be volunteered when pertinent
or it may be requested by the discussion leader. The consultant will not stnad, make a speech, or otherwise disturb the
group process. If he does., he may detract more from the
meeting than he adds to it.
As a consultant he will receive his guidance from the discussion leader. The discussion leader is in charge of the
meeting and the consultant is there to assist him in keeping the
group on a topic and moving toward a solution (34: 195-196).

Group Therapy
In an examination of teacher-administrator relationships.,
Virginia Axline reveals an appalling number of indications of poor
mental health among teachers.

She asks, "Why is it that so many

teachers show signs of frustrations and anxieties?" and answers that
many teachers find the teaching situation a contributing factor.

She

feels that in far too many school systems the teacher is denied the
fundamental need to feel like a person, to be treated with dignity and
respect., and to be per.mitted to achieve rightful status as an intelligent, capable individual.

Miss Axline suggests for the use of group

planning., group forming of policies., and group decisions:
The possibility of group therapy for the teachers is one
which is well worth further investigation. This would call for
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a leader who had acquired skill in reflecting the emotionalized
attitudes that were expressed by members of the group., a leader
who would not express any personal feelings while he was leader.,
so that one neutral person would be present at each meeting.
During these group sessions every member of the group should
feel free to express his feelings completely., to get them out in
the open where he could examine them for what they are., to
objectify them and gain some insight into the problems that
cause them. The success of the meeting would depend upon the
integrity of the members of the group., for each member must
feel confident that nothing he says will ever be used against him.,
that he and what he ways is completely accepted by the group
(4: 169-170).

III.

THE SPECIALIST AND THE INDIVIDUAL

The specialist is often requested to help after a trouble spot
in a classroom teacher's effectiveness has grown to significant proportions.

It is here that skill in human relations serves the specialist.,

when prompt and effective action is needed to improve the learning
opportunities threatened.
Rapport must be established and the problem must be
identified cooperatively by the teacher and the specialist.

A conference

between the supervisor and the supervised is to produce cooperative
planning., not to impose a plan on the subordinate {30:283).

The

specialist pre-plans for this conference., learning as much concerning
the situation as possible.

He assists the teacher in identifying solu-

tions to the problem and in planning specific "next steps." He gives
the teacher confidence in his own ability to solve the problem
(30:285-287).
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The variety and immens.ity of the problems of human
relationships make it imperative that supervision take into consideration each personality and the means by which each person may best
learn and grow.

Provision must be made for the specialist to work

intimately and closely with teachers.

The specialist's work load

must be held to the point where personal contacts and understandings
are possible (1:76).
Customarily, the specialist makes classroom observations
at the request of the teacher and/ or the principal.

If rapport has been

established between the specialist and the teacher, the cooperative,
"working-together" relation will make possible many joint activities
which can strengthen the instructional program in that classroom.
A learning situation in which students, teacher, and specialist are
equally involved and active can lead to growth on the part of all.
Observations of teaching- learning situations are worthwhile only if
they contribute to the improvement of teaching and learning.

Each

visit must be aimed at the achievement of specific objectives planned
cooperatively by the teacher and the observer (1:119).
The length of the observation is determined by the purpose
of the visit.

If the purpose is assistance and not inspection, the

length of the observation is of no great significance to the teacher,
the pupils, or the specialist.
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A time for teacher-specialist discussion and planning must
be provided.

Here the teacher is free to ask for help in locating

materials., identifying more effective procedures., and analyzing
individual growth in the teaching situation.

A free., unhurried

atmosphere in which both teacher and specialist are relaxed and able
to think cooperatively about the subject at hand is of prime importance.

IV.

THE SPECIALIST AND EVALUATION

If evaluation is considered to be the rating of teachers.,

there is little doubt that the specialist., whose task it is to help the
teacher., is in no position to evaluate that same teacher.
are raised that make a helping relationship impossible.

Barriers
Griffiths

states unequivocally:
If schools are to be organized with consultive service

available to teachers who need it., specialists or consultants
must be staff officers who play no role in the evaluation of
teachers (19:65).
Shane and Yauch state:
It is a travesty on intellectual honesty to insist., on the one
hand.,. that the leader is anxious to have teachers cooperate in
the formation of group policies., and.,. on the other., to make
arbitrary., subjective judgments of their work (31:156).
In a statewide study made in North Carolina in 1952., William
A. McCall attempted to find relationships between pupil progress and
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such factors as amount of training., a.mount of experience., rating of
principals., rating by peers., and the teacher's self-rating.

Dr.

McCall found the correlations so low as to be statistically insignificant (31:157).
However., if evaluation is the process of making critical
appraisals in terms of recognized objectives to be used as a basis for
planning, the specialist here finds one of the richest areas for individual and group involvement and improvement.
A basic tenet of evaluation is that all persons involved in
the situation being evaluated should have a part in establishing the
criteria by which it will be evaluated.

In defining standards neces-

sary in arriving at evaluation criteria., the total program evaluation
becomes a teacher self-evaluation.

Here individual responsibility

is developed for the actions of the group.
The specialist-supervisor promotes self-evaluation in the
staff as he gets people concerned with improvement., helps them to
define what they are trying to do., offers suggestions on ways of
collecting data., helps them make judgments and plan improvements.,
and develops a desire for the practice of constant re-evaluation
(34:298-313).
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V.

THE SPECIALIST AND COMMUNICATION

Every educational leader has reacted sympathetically to the
co.mplaint, "Teachers can't read! 11 The truism, "You cannot tell a
child lor adult] what he is not listening to hear" is especially applicable to teacher-specialist communication.

The readiness to hear

must be considered by the specialist before the issuance of any
written reminder, news letters, bulletins,. or reports.

In regard to

the problem of written communication, Mildred Swearingen writes:
If a person is not anticipating information about a meeting
or project, he is likely to overlook or disregard a notice, or
fail to register its significance sufficiently to reorganize his
activities in relation to it.

Of still greater significance is the difficulty inherent in
the nature of the language itself. A word, at best is a shorthand symbol for a whole host of previous experiences and
feelings. The same symbol is sure to have slightly different
referents (sometimes drastically different) for different people.
An individual has to hear or read through a screen of his own
past experiences. He has no choice; he cannot do otherwise.
The possibility of divergent understandings is ever present
(33: 101).
Instructional leaders who have a healthy respect for the
normal difficulties of co.mmunication allow extra time for the clearance of messages and review their letters and reports for points of
ambiguity or for unlikely but possible angles of perception.

They

verify crucial arrangements or understandings with the persons
directly involved.

They also need to be ready to accept with as much
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poise and humor as possible the inevitable misadventures that occur.
Culbertson writes that interpretations which personnel place
upon the communication of an administrator are highly dependent upon
the presence or absence of consideration in the administrator's past
behaviors toward them; the tendency to "pre-judge" motives is one
of the greatest barriers to oral or written communication (12).
Important as they are., good communication channels will
not produce radical improvements in instruction.

Communication is

no substitute for whole-hearted involvement in instructional improvement on the part of principals., specialists., and teachers (13:91).

CHAPTER III

ADMINISTRATIVE DECISIONS AND POLICIES AFFECTING
THE WORK OF THE SPECIALIST

Calvin Greider writes,

II

The purpose of administration in

general is to get something done--indeed there is no other basis for
its existence" (17:88).

What are the best ways of getting the improve-

ment of instruction done?

What type of administrative procedures

will allow the specialist the maximum productivity in working with
others? How can responsibilities, tasks., and authority be best
distributed?

What policies will best implement that part of the

organizational structure which concerns the specialist?

I.

THE CLIMATE FOR DECISION MAKING

Two comparatively recent studies in behaviors in specific
administrative task areas have implications for the questions asked
in the introductory paragraph:
A study at the University of Mississippi under the sponsorship of the Kellogg Research Foundation as part of the Associated Programs in Educational Administration found that of 34
items selected by 708 school administrators as being requirements for competency., 3 of the first 5 in order of frequency
dealt with involvement of staff in democratic procedures:
(1) involve the staff in formulating an in-service training program, (2) use faculty meetings to discuss ways in which
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instruction might be improved., and (3) use democratic leadership methods while conducting instructional meetings. Respondents stressed the avoidance of administrative domination of
the meetings (7: 64).
The Albany., New York., study by the Cooperative Development of Public School Administration group listed the following as
composing modern practices and concepts of staffing s~hools (18:308):
1.

Recognize that recognition of authority is different from
imposition of authority.

2.

Decisions can be made by the reponsible individual., be
he teacher or administrator.

3.

All specialists are used on an "on-call" basis., recognizing that the imposition of help on an authoritarian
basis will not bring change in the teacher.

4.

Administration is based upon the concept of "team play"
rather than "passing the word down.," on cooperation
rather than domination.

5.

The democratic values of the worth of the individual
and the dignity of man form the frame of reference for
the operation of the school system.

These studies indicate the general trend toward staff
involvement in democratic planning., development of a cooperative.,
sharing climate in which decisions affecting the instructional program
are made by those involved in the program.

II.

ORGANIZATION FOR DECISION MAKING

Having recognized the importance of a democratic climate

21

of involvement., there still remains the need to identify an administrative structure in which may be "clarified and distributed the tasks.,
responsibilities., and authority among individuals and groups in an
orderly manner consistent with the democratic enterprise" (37:71).
In the effort to identify such an administrative structure,
various types of organization have been employed.

The ·most common

of these will be described in the following section.

Line and Staff Organization
Boards of education have most often employed a unit type
of organization designating one executive officer., the superintendent
of schools.

This one individual is directly responsible to the board

of education and has direct control and supervision of all other personnel of the schools (14: 14).

The superintendent in turn designates

(1) line officers with delegated authority and responsibility and
(2) staff officers with areas of responsibility but with no authority in
dec.ision making (18:306).

The resulting line and staff organization

has often been associated with a tradition of directive administration.
The appointment of specialists whose task it is to work with
teachers in a shared responsibility for instructional improvement
presents a need for democratic procedures incompatible with a directive., authoritarian leadership.
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Efforts to improve line and staff organization constitute one
route to the defining and understanding of demo eratic organization
(5:87).

Daniel Griffiths believes the problem is not to destroy power

and authority but to use them in a manner acceptable in a democratic
society (18: 306).

The wealth of writing on the subject of organiza-

tional improvement reveals the true concern of educational leaders
that this area be improved.

Guide lines for Democratic Line and Staff Structure

- - - - - - --- -- - - - - - - -

The following recommendations for the strengthening of
line and staff organization are revealed in the literature:
1.

A "flat" organization in which only one authority level
exists between the teacher and the chief instructional
administrator allows for decisions to be made as close
to the source of effective action as possible {19:22., 71-72).
The number of authority levels or line officers are
kept at a minimum (9:7 5).

{See Figure I.)

The designation of a single individual with authority and
responsibility for instructional program leadership
appears essential if a unified and continuous program of
curricular improvement is to be maintained {3:125).
2.

Responsibilities are diffused among many persons even
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FIGURE 1
A "FLAT" LINE AND STAFF ORGANIZATION
This figure represents a school system of 4200 pupils., consisting of six elementary schools.,
one junior high school., and one senior high school. The professional staff numbers 247., a ratio of
17 students to one professional staff member. The community sends a large percentage of its students
to college and takes pride in its schools. It has an area of only six square miles. Little money must
be spent for transportation., thereby leaving a greater proportion to be spent on the educational program.
Seven per cent of the budget is spent on administrative services (18: 310., 313).
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though the number of line administrators may be
reduced (9:75; 5:24-25).
Teachers are recognized as responsible., dependable,
mature colleagues of administrators.

The role of the

entire staff is one of leadership., service., and appraisal
instead of merely inspection and command (37:71).
3.

Line administrative officers become generalists with
broad areas of responsibility (9:75).

4.

All specialists are used on an "on call" basis., recognizing that the impos.ition of help on an authoritarian
basis will not bring change in the teacher (18:307).

5.

Individual school units are given greater autonomy and
become the basic unit for instructional improvement
(3:84; 9: 7 5; 8: 94).

6.

The building principal becomes a key figure in the
educational enterprise since he is {he one administrative officer responsible for the total educational program of a school (34:152; 9:75).

7.

Provision is made for a central coordinating council
for the improvement of instruction.

This committee

has representation from all instructional levels and
democratically deals with problems involving all
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schools in a system.

The superintendent and the central

staff have responsibility for this group (3:85; 22:29;
33: 305).

III.

POLICIES

Job Descriptions
In addition to the need for guides to structure, it is becoming
increasingly apparent that the functions of all official leaders should be
known to the staff.

Where there is conflicting authority, the program

and the morale of those involved will suffer.
A study of ad.ministrative staffing by the Cooperative
Development of Public School Administration in New York (18:308)
revealed that too many school systems operate without any welldefined and orderly distribution of tasks, authority, and responsibility,
and that many more have tended to perpetuate a staff that has grown
up around the personal interests and special capabilities of individual
staff members, without adequate regard for the total job to be done.
To satisfy the need for more careful description of areas of
work, educational administration is increasingly adopting industry's
use of job descriptions.
Careful preliminary study is required before any instructional leaders are appointed.

It is sometimes difficult to ascertain
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just what such persons do; their responsibilities should be set forth
in detail and their work· subject to rigorous evaluation (37 :71 }.

The job description of the specialist.

Varying job descrip-

tions for the specialist are found in the literature.

In general, the

role of the specialist is perceived as that of a service agent rather
than a line officer (21:258).

(See Figure I.) Instead of being con-

sidered as an authority who "teaches" the teachers and determines
which policies they shall carry out, the specialist is considered a
person freed of classroom responsibilities so that he may serve the
staff in coordinating and facilitating its efforts to improve the work
of the school (14:407).

His is primarily a staff responsibility.

He is

an expert in his field, the authority on curriculum and method., and
the one who keeps the system informed about recent developments in
his field of specialization and in forward-looking education theory and
practice (30:278; 24:223).
In the 1960 Review of Educational Research., Herrick reports
that in a survey of 40 elementary specialists and 50 elementary
teachers., both groups perceived the role of the specialist as having
to do primarily with on-the-job training of teachers and improvement
of all learning opportunities.

The role was described as that of a

service agent, not a line officer (21:260).
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Staff involvement in the writing of job descriptions.
- - - - - - - - -- --

Kimball

Wiles (34:243-250) presents a means by which new staff members are
selected which is pertinent to a discussion of job description.

Using

the selection of a new staff member as a means of strengthening a
group., the faculty of the building in which the vacancy occurs is
involved in setting up basic standards they feel the new member should
meet.

After the criteria of selection and specific job qualifications

have been established by the staff and/ or a personnel committee,
recommendations for applicants are secured from staff members and
from teacher-training institutions.

The personnel committee is then

involved in initial screening of applicants, conducting of interviews
held in the building where the vacancy exists., if possible., and final
recommendations for selection.
This same type of staff selection is described by Calvin
Greider (17:226)., who adds this word of warning:
Such a procedure will not succeed unless those participating acquaint themselves very thoroguhly with the requirements for the position and conscientiously endeavor to secure
a person who meets the requirements.
The use of a district personnel committee consisting of
representatives from each level of the instructional program could be
of invaluable aid in the selection of specialists whose work descriptions are tailored to the expressed needs of the instructional staff with
whom the specialist will work.
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The Building Principal and the Specialist
The building principal is responsible for the program in
his building and must abide by the goals established for the system.
The specialist assists the teacher when asked to do so, and the principal is responsible for opening the way for help from the specialist
wherever and whenever it is needed.

Specialists cannot direct the

work of individual teachers in a manner contrary to the wishes of the
principal; if they do, the principal cannot be held responsible for the
program in his building (35:75-77).
Open conflict has arisen in some instances between the
principal and the specialist who entertain different philosophies of
education, especially if the specialist is responsible to a director of
instruction or a superintendent rather than to the building principal.
These situations will be resolved only as the specialist redefines his
role of responsibility and authority and becomes truly a cooperative
staff resource person who operates on call (15:92-93).
If the working relationships between principals and super-

visors is not satisfactory, the superintendent must assume responsibility and take leadership in improving the situation.

The superinten-

dent is the only individual with the authority to make decisions in this
area (34: 155).
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Progress in solving problems can be expected only when
specialists and principals plan together closely and keep one another
well-informed as to developing needs.

Specialists and principals

are allies with a continuing responsibility for instructional improvement.

CHAPTER IV

SUMMARY AND CONCLUSIONS

I.

SUMMARY

Democracy demands that each human being be dealt with by
his fellows as a living., growing, changing organism with the right to
participate in decisions that stand to affect him.

Democratic partici-

pation connotes not only the right to share in the identification of the
problem but also the right to influence the decision.
The concern about others, valuing persons above things.,
and willingness to work with others in forming plans and decisions
meaningful to all involved form the basis for democratic leadership
by the specialist.
In the specialist's work in groups involved in problemsolving procedures; in his work with individuals., including direct
observation and individual counseling; his work with both individuals
and groups in the evaluation and appraisal of the learning opportunities being presented in the instructional program- -in these lie the
specialist's opportunity to contribute to the democratic improvement
of instruction.
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Administrative Decisions and Policies Affecting the Work of the
Specialist
A cooperative, sharing climate in which decisions affecting
the instructional program are made by those involved in the program
is basic to the program's effectiveness.
A democratic line and staff structure in which lines of
authority are kept at a minimum and decisions are made as close to
the source of effective action as possible make possible the cooperative sharing of responsibility for decisions.
Individual schools are the basic units for instructional
improvement, and the principal is responsible for the total educational program of the school.
Staff officers, specialists included, are those with special
skills and talents whose job it is to give advice, when it is requested,
to teachers and line officials.
The definition of work descriptions for all line and staff
personnel adds much to their morale and effectiveness.

Involvement

of all concerned in the writing of work descriptions leads to a satisfaction in and a sharing of responsibility for the entire program.

II.

CONCLUSIONS

A school program is people; it is not paper.

Since it is
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people., the program improvement efforts should be directed toward
helping people to grow and to exercise creative ingenuity (3:87).
While decision-making is the key to administration, schools
with similar formal structures for decision-making differ in the
climate or environment in which decisions are made.

These differ-

ences are the key to distinguishing between good and poor administration (6:217-221).

The climate of the organization is more important

than its form (10:83-86).
The democratic values of the worth of the individual and
the dignity of man form the frame of reference for the operation of
the school system.
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